This chapter attempts a contrast to the contribution by Hugh Starkey. Rather than his account of the inexorable rise of human rights discourse, and of the implementation of human rights standards, human rights are here presented as always and necessarily scandalous and highly contested. First, I explain why the UK has lagged so far behind its European neighbours in implementing citizenship education. Second, a comparison with France shows that the latest UK reforms bring us up to 1789. Third, the 20th century second generation social and economic rights are still anathema in the UK. Fourth, the failure to come to terms with Empire and especially the slave trade means that the UK's attitude to third generation rights, especially the right of peoples to self-determination, is heavily compromised. Taking into account the points I raise, citizenship education in the UK might look very different.
Introduction
This article, based on a keynote address to the conference which gave rise to this collection, attempts a contrast to the contribution by Hugh Starkey. Rather than his unproblematised account of the inexorable rise of human rights discourse, and of the implementation of human rights standards, human rights are here presented as always and necessarily scandalous and highly contested.
In this article, I firstly outline, with the help of Upendra Baxi, the approach of the UN and Council of Europe to human rights education; and outline my own credentials to reflect on these topics. Next, I explain why the UK has lagged so far behind its European neighbours in But I do have some further experience in and of education. My first teaching job, in the early 1970s, immediately after graduating with a degree in philosophy, was as a lecturer in general studies at a technical college in Kent, to engineering apprentices -a baptism of fire, but also a constant discovery of talents which had had no chance of expression in the secondary modern system. I first paid serious attention to the European Convention on Human Rights in 1986, when with colleagues I was prosecuted by Margaret Thatcher for "wilful misconduct" as a Lambeth Borough Councillor resisting the cuts she imposed -nothing like as savage as those now proposed by the coalition government. My first experience of the power and actuality of human rights was as a member of a delegation to the Palestinian Occupied Territories in 1988. I started teaching human rights to undergraduates in 1992 at the University of East London, and helped to develop the Bar Human Rights Committee's schools project, sending barristers to speak at schools throughout the country. I regularly make presentations on human rights to school students, most recently to sixth formers in London and Essex -and to a splendidly well-informed and inquisitive group of 8-11 year olds in a "disadvantaged" primary school. And from 1998 to 2002, in close cooperation with the Citizenship Foundation, I helped to establish a centre for the teaching of human rights and citizenship in Kazakhstan, with the publication of three textbooks for secondary school students.
Developments on international standards
In 1994 my colleague Upendra Baxi gave (Baxi, 1994) a splendid tour d'horizon of the United Nations biography of human rights education (HRE). He reminds us (1994, 4) that the words of the Preamble to the 1948 Universal Declaration of Human Rights stress the central importance of a 'common understanding' of human rights and fundamental freedoms to the achievement of 'freedom, justice and peace in the world', and that the operative part proclaims that a 'common standard of achievement' of these values, nationally and globally, requires 'that every individual and organ of society, keeping this Declaration in mind, shall try by teaching and education to promote respect for these rights and freedoms…'.
Baxi emphasises that 'education' in human rights 'is thus the individual and collective duty of all, nationally, regionally and globally. ' (p.4 Education), as Baxi notes, significantly enlarged notions of 'education' for the purpose of HRE. Article 1(a) states that 'The word education implies the entire process of social life by means of which individuals and social groups learn to develop consciously within, and for the benefit of, the national and international communities, the whole of their personal capacities, attitudes, aptitudes and knowledge.' The aims of HRE are expanded to include 'solidarity with less privileged groups' so as to result in 'observance of principles of equality in everyday life' (Article 5); and creating capabilities to eradicate 'conditions which perpetuate major problems affecting human survival and well-being' (Article18). Baxi is right to say that the Recommendation thus pursues 'radical egalitarianism in everyday life ' (p.8) . This is something which, as will be shown, is lacking in the UK to this day. Education (1995 Education ( -2004 , with its Plan of Action, submitted on 12 December 1996 (United Nations 1994).
The General Guiding Principles included education for 'civil, cultural, economic, political and social rights and recognizing the indivisibility and interdependence of all rights…' (para.4), and 'human rights education under the Decade shall seek to further effective democratic participation in the political, economic, social and cultural spheres, and shall be utilized as a means of promoting economic and social progress and people-centred sustainable development.' (para.7) interviewing and surveying head teachers, teachers and students in 18 schools involved in the RRR initiative. Thirteen of these schools completed their study and gave them their data set.
(Ibid, 96) They compared schools where RRR was fully implemented (FI), and schools where it was partially implemented (PI). While they found 'overall success' in the RRR programme, they also observed, especially in PI schools, some 'miseducation'.
They note (Ibid, 98) that, according to Osler and Starkey (2005) , the title 'Rights, Respect and Responsibility' was chosen as a means of 'depoliticising claims about rights', by linking rights directly with responsibilities (a favourite trope of UK politicians) with the result that some head teachers decided that children should be taught responsibilities before they learn that they have rights, or to give emphasis to responsibilities at the expense of rights. They pointed out, in contrast to many other countries, England and Britain as a whole were very slow. This in his view is linked to the obvious fact that the inhabitants of Britain have long been 'subjects' rather than 'citizens', also noted by Crick (1999, 4) : '… a subject obeys the laws and a citizen plays a part in making and changing them.' For Crick, the desirable outcome of citizenship education, implicit in his Report, is 'civic republicanism', a democratic society in which '… the public have… rights to be involved in the things that are of common concern… and cannot merely exercise those rights but are presumed to have a civic duty to do so.' (Crick 1999, 5) . This was in strong contrast to the active citizen of Thatcherism who, as Faulks (2006, 125) points out, 'was a law abiding, materially successful individual who was willing and able to exploit the opportunities created by the promotion of market rights, while demonstrating occasional compassion for those less fortunate than themselves -charity rather than democratic citizenship was to be the main She argues (Ibid, 71), against those for whom rights should be framed 'in terms of human rights based on international law' -Kiwan adds the word 'responsibilities' to 'rights', and against those for whom the source of human rights is the 'individual's moral nature', here human rights are a consequence of 'the inherent dignity of the human person', that 'when talking of citizen's rights and responsibilities, these rights are based on membership of a political community, rather than solely in terms of membership of the human species' (as explained by her in Kiwan 2005) . For her, members of a political community are those who have formal citizenship status -for naturalisation, having passed the test which she helped to create. Surely it should be added that members of a political community are those who take an active part in struggling to sustain and improve it.
As I seek to explain in this paper, my own take on human rights departs from all three conceptions described by Kiwan. I do not find human rights empirically in the plethora of human rights instruments and their ratification by the majority of states, as does Donnelly; nor do I find them in human nature; nor simply in the fact of citizenship. Instead, I understand human rights as the highly contested products of great historical upheavals, social capital identified in the instruments, and brought back to life constantly in the context of real struggles (Xxxx 2008a ).
France -in comparison
In Audrey Osler and Hugh Starkey in their illuminating study (2009) The contrast with Britain could not be stronger. In the view of the present author, Margaret Thatcher's onslaught on local democracy and on trade unions in the 1980s, both of which she swore she would deal with as soon as she was elected in 1979, have fundamentally changed the social context in the UK. It is noted that in this she followed in the footsteps of the great English constitutional lawyer, A. V. Dicey, (Dicey, 1914) , for whom local government and trade unions posed the gravest threats to parliamentary sovereignty and to English freedoms.
In France, the natural reaction to injustice is to take to the streets, and to go on strike, and all French children have learned that this is proper and appropriate behaviour. In France a demonstration will take up the whole street; in Britain, demonstrators are usually tightly I should explain at this point that the notion of three generations of rights was first proposed by Karel Vasak (Vasak 1977) , legal adviser to UNESCO at the time of the heated international debates concerning a Right to Development. This not a universally accepted framework, although I find it pedagogically useful as an overview. Alston and others (2001) have suggested that the so-called 'third-generation' of 'rights of peoples', the rights to selfdetermination, to development, to a clean environment, to peace -were an effusion of Seventies radicalism and have had their day.
It is of course the case, as Osler and Starkey point out (2009, 345) , that Britain, in contrast to France, 'acknowledges religious diversity, and has increased the power and status of religious groups and authorities in schooling' (I would myself question whether this last is at all to be commended); and 'recognises a range of ethnic groups and expects understanding of diversity It is my case (Xxxx 2008 (Xxxx , 2008a ) that each of the three "generations" of human rights came into existence not as documents 'agreed' by some legislative body or benign administration, but as the products of revolutionary events, posing discomfort and fear to the entrenched authorities. Thus, just as the civil and political rights were the progeny of the French and American revolutions, so the second generation of social and economic rights became legally protected human rights as a direct result of the Russian Revolution of 1917. Social and economic rights had pride of place in all three Soviet Constitutions (1924, 1936 and 1977) , and it can truthfully be said that the right to work, the right to free health care and to quality free primary, secondary and tertiary education, as well as to social security and pensions, 
Conclusion
In conclusion, I emphasise two further points of disagreement with Hugh Starkey.
First, human rights discourse works as 'emotional rhetoric', as he puts it, because, and only because, on each occasion that it is evoked by people in struggle, individuals and groups, it re-awakens the symbolic capital of the revolutionary events which gave birth to each of the Second, for Starkey, a right is not a right unless you know about it. That is perfectly true as far as it goes, and it is our duty as human rights educators to ensure that our pupils and students are as well-informed as possible. But history has shown on very many occasions that is not a right, on the contrary it is mere rhetorical froth, unless you fight for it. Human rights were born, and come back to life again and again, through an unending struggle against oppression, exploitation, inequality and discrimination.
How does the committed teacher put such principles into the practice of pedagogy? A start could be made by demonstrating the contradiction between human rights as they have emerged and crystallised over the course of three centuries, and the corrosive application of market values to spheres of life, such as public health and education, in which it is hard to see how they have a place the corollary of glorification of the market, namely the commodification of everything including human values, culture and simple collective life in society the extreme gulf between rich and poor of the kind now to be found in the UK the plague of ASBOs, indeterminate sentences, imprisonment for minor offences, and the punitive philosophy which lies behind them the poisonous left-overs of Empire, including racism, xenophobia and racist discrimination Those are just a few of the glaring problems of contemporary life, with which any serious education in citizenship and human rights must necessarily engage.
